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Teaching Comprehension Processes
to Facilitate the Literacy Development
of College Readers
BY KRISTIN CORNELIUS
was standing in front of my college Basic Reading and Writing class on one of those days when every
aspect of the lesson was going well. I had selected an engaging article from a recent publication of Time
magazine, and was listening gleefully as the room buzzed with the sound of my students' partner reading.
As they finished the reading and I regained their attention, I was ready for a vibrant discussion of the material. I asked the class, "What do you think is the author's view on binge drinking in college?" The students said
nothing. I rephrased it, thinking maybe I wasn't being clear enough, and still they continued to sit quietly.

I

We have all been part of a high school or college class
in which blank stares on faces fill the room. The
assignment has been given, and the students have
dutifully read the pages, yet when the instructor
tries to initiate a discussion, there is only silence. In
such situations, it is uncomfortable to be the student
and frustrating to be the teacher. We plan engaging
lessons, but our students seem reluctant or unable
to participate. Are we doing something wrong? Are
students making the necessary connection to the
reading material? Is there something different we
could do as teachers to help support our students'
development as learners?
As an educator, I believe, it's always a good idea to
take a step back and look at how I am assisting my
students' maturation as learners. I have observed
that as students move through high school and transition into college, the approach to teaching reading
generally begins to change. The focus turns toward
teaching "active reading as a means of learning from
the text rather than on learning how to read" (Simpson & Nist, 2002, pg. 365). But are students ready to
set out on their own? I believe it is risky to assume
that because they have graduated high school, there
is no longer a need for formal reading instruction.
The students in my developmental college courses
provide evidence for this.

One way for college educators to help students
continue to bolster their reading ability is to teach
active reading strategies. Active reading strategies
encourage students to interact with the text in a
variety of useful ways. However, the teaching of
isolated strategies is just part of the larger picture;
we must first teach the underlying processes of
comprehension. The active reading strategies we use
are designed to reinforce these processes. Students
at the high school and college level, especially those
who are struggling, can benefit tremendously from
explicit instruction on these processes.
High school and college settings place high demands
on students. Today's students are increasingly
expected to comprehend what they have read and
process this information with little support (Simpson
& Nist, 2002). However, as a recent study conducted
by Byrd and MacDonald (2005) shows, college reading is an area in which students feel "particularly
underprepared" (pg 32). It is our job to teach students the tools necessary to fulfill this demand.
This purpose of this article is to help support educators in teaching the processes involved in comprehensi_on. A brief overview of the eight processesmonitoring, selecting, summarizing, organizing,
elaborating, self-testing, reflecting, and evaluating-
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provides information about why it is important to
focus on the processes. Each process is then broken
down on an individual basis and paired with effective active reading strategies to use with college-age
students. The Classroom Application section offers
an example of how I use these processes and strategies in my developmental college reading class.

Teaching the Process of Using
Reading Strategies
Educators are well aware of the powerful impact that
reading strategies can have on our students' comprehension; however, there are so many strategies
available that it can be hard to determine a starting
point. Research has shown that "teaching one strategy at a time, but cumulatively, is most effective"
(Keene & Zimmermann, 2007, pg. 35). Simpson,
Stahl, and Francis (2004) found this to be especially
true for developing education students who are
enrolled in college courses, but are not performing
at the level expected in college classrooms. They
recommend that educators emphasize the processes
embedded within the active reading strategies they
are teaching.
Simpson et al. (2004) identified eight main processes
involved in comprehension: monitoring, selecting,
summarizing, organizing, elaborating, self-testing,
reflecting, and evaluating. Focusing explicitly on
these processes helps students understand what
readers do as they read. The emphasis is placed on
the journey taken to reach an answer or understand
text as opposed to simply completing a graphic
organizer or project.
Teaching in a way that highlights these processes
provides students with the necessary tools to think
metacognitively about their reading. The ultimate
goal for focusing on the process rather than on
the end result is that students gain the ability to
independently transfer skills and strategies across
curriculums. With underlying processes being the
primary objective, students can better internalize
the method and see it as a readily available resource
when engaged in work across content areas (Simpson, Stahl, & Francis, 2004).

It is important to note that most readers typically
make use of multiple strategies simultaneously.
Annotating text, for example, doesn't just require
that students learn how to select information, but it
also requires summarizing, organizing, and monitor-
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ing their understanding (Simpson, Stahl, & Francis,
2004).
Educators can help students heighten their understanding of their reading processes through the use
of modeling, thinking aloud, and using strategyrelated language. By analyzing the eight processes
and indentifying strategies that highlight that skill
set, educators can equip their students with helpful
procedures for understanding the reading process.

Teaching Strategies that Promote the
Process of Monitoring
"Monitoring involves a process of readers selflistening" (Trabasso & Bouchard, 2002, pg. 178). In
essence, self-listening involves paying attention to
the voice inside our head as we read. Monitoring is
taking place when students recognize that they are
asking themselves questions and making connections
to the text. Keene and Zimmerman make the argument that the process of monitoring is most important to teach students because it is the "umbrella
under which the other comprehension strategies fall"
(pg. 49). When examined closely, each strategy we
teach our students is, at least in part, a monitoring
strategy (Keene & Zimmermann, 2007).
For proficient readers, monitoring is a natural event
enacted most of the time when they read. Struggling
readers do not automatically engage in this process,
and some do not understand its existence. Therefore,
students can benefit when educators explicitly teach
monitoring to their students. Cris Tovani offers her
students this description of monitoring:
When you monitor for meaning, it means
that you have to continually attend to your
understanding as you read. You need to
know what your purpose is as you read.
You need to know how to solve problems
and change your thinking when meaning
breaks down (Keene & Zimmerman, 2007,
pg. 50).
Although most teaching strategies generally encompass the process of monitoring, some specifically
focus on this skill. The "K-W-L" (Ogle, 1986) is a
well-known strategy that is used to support monitoring. Other strategies that place a focus on monitoring
are the "K-W-L-S" (Kane, 2007), "Written Conversations" (Daniels & Bizar, 1998), "Coding" (Daniels &
Zemelman, 2004), and "Helping Students Construct,
Process, and Question Ideas as They Read" (Harvey
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& Goudvis, 2000). These strategies are featured in
Table 1.1.
When working with the strategies featured in Table
1.1, it is important to remember that students,
especially those who struggle, may be consciously
encountering the process of monitoring for the first
time. One way for educators to explicitly teach this
concept is to incorporate thinking aloud strategies
into their lessons. "Thinking aloud as a text is read
gives insight into the strategies readers are using
(Braunger & Lewis, 2006, pg. 138). This way they
have a model by which to practice the process on
their own (Keene & Zimmermann, 2007).

Think alouds may seem like a small and trivial
aspect of our teaching; however, they give students
the chance to listen to our thinking and to see what
we do when our understanding breaks down, and
how we fix it and continue reading and monitoring
(Keene & Zimmermann, 2007).

Classroom Application
Monitoring is the one of the first processes I focus
on with my developmental college readers. From the
beginning of the semester, I want my students connecting with their reading process and understanding how they are reading a selection. The process of

Table 1.1 Teaching Strategies that Promote the Process of Monitoring

Strategy

Description

K-W-L
Ogle, D. (1986). The K-W-L: A teaching model that
develops active reading of expository text. The
Reading Teacher. 39, 564-570.

K-W-L-S
Kane, S. (2007). Literacy and learning in the
content areas. Scottsdale, AZ: Holcomb Hathaway
Publishers.

For this strategy, a piece of paper is folded into three
parts. The first column is the "K" column, or what
students Know about a topic. The second column is
the ''W" column and it is what students Want to know
about a topic, and the third column is the "L" column,
or what they Learned about the topic.
An adaptation of the K-W-L that extends the strategy
by adding a fourth column. This column addresses
what students Still want to know about the topic.

Written Conversations
Daniels, H. & Bizar, M. (1998). Methods that matter: Six structures for best practice classrooms.
Portland, ME: Stenhouse.

Also known as "Dialogue Journals" or "Partner Journals" Students write short notes back and forth to
discuss what they just read.

Coding
Daniels, H. & Zemelman, S. (2004). Subjects matter: Every teacher's guide to content-area reading.
Portsmouth, NH: Heinemann.

This strategy uses a set of codes so the reader can
identify and record thoughts while they are reading. A
commonly used set of codes is the Interactive Notation
System for Effective Reading and Thinking (INSERT).
Here is an example of the coding symbols used in this
system:
✓ Confirms what you thought
?? Confuses you
x Contradicts what you thought
* Strikes you as very important
? Puzzles you
! Is new or interesting to you

Helping Students Construct, Process, and
Question Ideas as They Read
Harvey, S. & Goudvis, A. (2000). Strategies that
work. Portland, ME: Stenhouse.

This strategy is a variation of "Coding". Students use
sticky notes to annotate the text as they read. Students can write their thoughts on the sticky notes
about questions they have, connections they make, or
something that surprises them as they are reading.
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monitoring, along with evaluation, is the springboard
I use to engross my students in the concept of metacognition.
The way that I achieve this is to engage in think
alouds with my students. Typically I pick a text
selection from an introductory college course and
then share with them that I will be reading aloud to
them while I model my own reading process. I use a
text at this level because it provides an example of
an authentic task that they participate in on a daily
basis. It is important to take a few minutes to tell
them what to expect during the reading-regular
intervals when I stop and talk about what my mind
is doing with the information I am reading.
Recently, my students and I were examining an
excerpt from Lorraine Jean Hopping's book Bone
Detective: The Story of Forensic Anthropologist
Diane France. I was reading aloud from Chapter 7,
"The Royal Bones" about the Romanov Family from
Russia. I made the following miscue, and this is the
Think Aloud that occurred:
"Later he would enter into the computer
data collected about the area's botany,
etymology (insects), soil properties, and so
on." I stopped for a moment and looked up
at my students. "When I read I am monitoring for understanding and a red light
just went off in my head. I know the word
etymology deals with word origins, but
after that word in the text, the word insect
appears in parentheses. Something is not
right. I'm going to go back and look at that
word again." "Both words begin the same
way and have the same ending, but the
word in the text actually says entomology
which means the study of insects. Now the
passage makes sense because entomology
fits with the context of the text."
The first couple of times we do this process, I get
some strange looks. However, it isn't long before students begin to see the connection between what I am
describing in my process with what they are experiencing when they read. Usually after the third time
I model the strategy, I have the students hooked. I
pair them up with another student and ask them to
read aloud and think aloud with one another.
For this activity they are again using a selection
from an introductory level college text. The students
are instructed that they must think aloud at four
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different points in the text of their choosing. When
both students have had the opportunity to read
aloud to one another, they then complete a "thinking
sheet" (Appendix A). The thinking sheet is really just
a checklist of various reading processes or strategies they may have used during the reading. Some
items included on it are re-reading, using context
clues, connecting to prior experiences, questioning,
and identifying when meaning breaks down. This
is just a sample of some of the items on the list. As
the semester progresses and we learn more specific
processes and strategies, the checklist grows and
evolves. I am constantly amazed at the amount of
conversation about their reading process that is
generated from this activity!

Teaching Strategies that Promote the
Process of Selecting
A critical part of reading is being able to accurately
identify and select important information. Crucial
to this process is the understanding that not every
idea is necessary to remember. There are multiple
strategies that can be used to facilitate the process of
selection. Some of these strategies, featured in table
1.2, include "Bookmarks" (Daniels & Zemelman,
2004), "List, Group, Label" (Daniels & Zemelman,
2004) and "Coding" (Daniels & Zemelman, 2004).

Classroom Application
Selecting information can be a challenging task
for our students. We are always trying to help our
students identify the important information in a
selection, but often our students find it difficult to
master this skill. But, to teach students to identify
important information, we must first identify to
whom the information is important. Frequently our
students find something important that we do not.
For this reason, I like to use the "Coding" strategy
when I focus on the process of selecting.
Coding allows the students to select information that
they feel is important, but it takes them one step
further by asking them to identify why it is important. The coding marks provided in Table 1.1 offer
some great suggestions for easy-to-use marks, but
often I do a brainstorming session with my students
in which they create their own marks to go with the
categories. This is a really simple way of connecting
them with the strategy in a personal way.
During one class session, I instructed my students
to look at the current list of codes. I asked, "Is there
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any category missing that you often find yourself
grappling with when you are reading? Should we create any new codes?" A rather quiet student spoke up
and offered vocabulary as an idea for a new category.
She said, "I could understand what I read so much
easier if I wasn't always stuck on a vocabulary word.
A vocabulary code would help me keep track of the
words I'm unsure of." I was excited to hear this
suggestion because I have found that quite often
when we are working with the process of selection,
students identify a sentence or passage because it
contains an unfamiliar word or concept. I inquired
as to what type of mark they would like to use for
coding vocabulary. They choose to use a ''V," because,
as one student said, "It just makes sense!"
Selecting is a highly important process for students
at any academic level, but in particular at the college
level. At this point in their educational career, my
students are expected to be able to read a text,
identify key ideas and facts, and understand and
retain the information without any input from the
instructor. Coding is such an effective strategy for
them to learn because it can be easily carried across
content areas. And when selling textbooks back is
such an important thing for college students, the

coding marks allow them to actively engage in their
reading process, but don't clutter up the page!

Teaching Strategies that Promote the
Process of Summarizing
Instructors often expect that students come to college
possessing the ability to summarize. Yet, year after
year, classroom educators struggle with students
who do not know how to effectively summarize
a reading. "Summarization skills are critical for
students [in order to] reduce information to essential
ideas in order to learn it" (Buehl, 2001, pg. 80). The
process of summarizing text is utilized across content
areas; therefore, it is imperative that students are
taught strategies that focus on this skill. Useful
strategies include "Probable Passage" (Beers, 2003),
"Double-Entry Journal" (Daniels & Zemelman, 2004),
and "Magnet Summaries" (Buehl, 2001).
The strategies featured in Table 1.3 help the student
learn to focus on the process of summarizing text, but
we must explicitly tell our students that is our goal
and help them understand why this is useful to them.
As current research shows us, in order to get students
to fully understand and internalize a process, we must
be explicit (Keene & Zimmerman, 2007).

Table 1.2 Teaching Strategies that Promote the Process of Selecting

Description

Strategy

This strategy is a form of notetaking in which students
Bookmarks
use a bookmark size piece of paper to jot down a few notes
Daniels, H. & Zemelman, S.
(2004). Subjects matter: Every about a concept or idea as they are reading.
teacher's guide to content-area
reading. Portsmouth, NH:
Heinemann.
This strategy works with vocabulary terms or concepts
that are written on a piece of paper and cut into individual
strips. The terms could be chosen by the teacher or the
students. Groups of students arrange the terms into categories and then create labels for the categories based on
the words they contain. Words can be used in more than
one category.
Coding provides a quick way for students to select inforCoding
mation from their reading without "interrupting the flow
Daniels, H. & Zemelman, S.
(2004). Subjects matter: Every of their reading" (pg. 115). See Table 1.1
teacher's guide to content-area
reading. Portsmouth, NH:
Heinemann.

List-Group-Label
Daniels, H. & Zemelman, S.
(2004). Subjects matter: Every
teacher's guide to content-area
reading. Portsmouth, NH:
Heinemann.
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Classroom Application
I move on to the process of summarizing after I have
introduced my students to the process of selecting
because they have had a chance to engross themselves
in choosing information and identifying why it is
important, which is a necessary component of summarizing. Although students find things important
for various reasons, eventually they need to be able
to take the ideas that they believe are essential to the
main idea of the reading material and condense it. For
a student, being able to summarize the key concepts
in their text is crucial to facilitating learning.
When I begin to teach the process of summarizing, I
reiterate to my students that selecting information is
a big part of this process. I let them know that even
though we are studying the processes as individual
pieces to the comprehension puzzle, they all work
together at various times in various ways to help us
understand what we are reading. The following is
an example of a conversation I have with my college
readers:
''We have been working with the process
of summary, but as you have noticed, we
are still selecting a lot of information from

our texts. However, when we are selecting
information for the purpose of summarizing we are only interested in the key
concepts. In other words, we are looking
for the Cliffs Notes version of the article.
When we craft a summary, we are only
interesting in identifying the important
facts from the reading. Our own attitudes
or opinions about the topic do not belong
in a summary. Those types of statements
belong in our responses to the reading."
Double-Entry Journals are a great way to help
students summarize information that they read
over time. Because authentic reading experiences
are important, in my classroom I often use articles
from various news magazines or other popular news
agencies that my students would be likely to read
or encounter as adults. When I settle on a current
events theme to focus on, like the environment, I
then select three articles that we read over the next
several class sessions.
After reading the first article, the students individually complete the Double-Entry Journal strategy. As
a means of discussing the reading as a whole group,
we then engage in completing a class version of the

Table 1.3 Teaching Strategies that Promote the Process of Summarizing

Strategy
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Description

Probable Passages
Beers, K. (2003). When kids
can't read: What teachers can
do. Portsmouth, NH:
Heinemann.

Students group and label vocabulary words, given by the
teacher, in order to write a paragraph about what they prediet an upcoming selection will be about.

Double-Entry Journals
Daniels, H. & Zemelman, S.
(2004). Subjects matter: Every
teacher's guide to content-area
reading. Portsmouth, NH:
Heinemann.

Students fold a piece a paper in half. In one column, they
take notes on key concepts from the text. In the other column, they comment on their notes. Their comments can be
questions about the reading or connections they have made
to the reading.

Magnet-Summaries
Buehl, D. (2001). Classroom
strategies for interactive
learning. Newark, DE: International Reading Association.

The Magnet Summaries strategy requires students to
identify magnet words or important concepts and write that
term on the front side of an index card. In the next stage of
this strategy, students brainstorm other pieces of information from the text that connect to the magnet word and write
it on the front of the card as well. Finally, students use the
information on the front of the index card to compose a summary of the key term or concept on the back side of the card.
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Double-Entry Journal. I usually do this on a transparency or a poster board so that the information can
be displayed at a later date. This process is repeated
after each of the remaining articles on the topic. We
then work on summarizing the key concepts or ideas
for the overall theme, in this case the environment.
The students are required to use their journals to
help select the key ideas from each article and then
incorporate them in a written summary. We begin
this activity by looking at our class Double-Entry
Journals and discussing which pieces of unnecessary
information need to be removed.
"Let's look at the first journal we did as a
class. I'm going to ask you two questions
for each piece information we recorded.
If the answer to either of the questions is
"No," we will not include it in our summary. Okay, here we go. Is this piece of
information an importantfact about the
topic? If the reader knew nothing about
the topic, would this piece of information
be needed to understand it?"

Texts are saturated with information that students
must process while reading. It is necessary for
students to organize this information so it makes
senses to them and allows them to determine the
key points of the reading. Readers must constantly
categorize and organize information as they read.
There are a multitude of strategies that can help
our students focus on this task: "Brainstorming"
(Daniels & Zemelman, 2004), "Vocabulary Tree"
(Kirby & Kuykendall, 1991), and "List-GroupLabel" (Daniels & Zemelman, 2004) are several
examples.

Classroom Application

A fairly vigorous discussion usually ensues for the
first article's Double-Entry Journal. I make sure
to give my students plenty of wait time while they
consider their answers to the questions I pose. There
are always some disagreements about some items,
and we talk through whether or not the information
should stay or go. By the time we repeat this question and discussion process for the second article's
Double-Entry Journal, my students are more
confident in their ability to tell fact from opinion or
attitude. I then set them loose and they take on full
responsibility for weeding through the third article's
Double-Entry Journal. Once all of the journals have
been dissected, the students use the remaining information to craft a two- to three-sentence summary
for each article, then one larger summary, usually
four to eight sentences, for the topic all the articles
focused on.
This is a great way to help students begin to understand that the information they select from a text
has different purposes and that some information is
more important to understanding the concept than
others. Again, my students don't master this on the
first attempt, but we are usually able to complete
this process several times throughout the semester,
and by the end they are much more adept at summarizing.

SRING

Teaching Strategies that Promote the
Process of Organizing

What do I do with all this information? At some point
during the semester when things really get humming
and my students have began to actively connect with
their reading, they start to feel bogged down by all
the information and new material they are learning.
Often, I get the question "What do I do with all this
information?" It's a question I love to hear because it
tells me that they are engaged and actively processing their reading selection.
Organization is a necessary process to teach to our
students. It enables them to begin to see and make
connections between the pieces of information they
are learning. List-Group-Label is a strategy I love
to use when working on the process of organization.
I've used it when I have provided the concepts or
vocabulary to the students and when the students
are tasked with creating their own concepts from the
reading. Most frequently, I use this strategy when
we have been studying the same idea or concept
for several classes. In the following example, I was
teaching an academic reading course that had a
strong focus on vocabulary acquisition.
At the end of our two-week study on "Words about
People," my students engaged in a round of listgroup-label where they used the concepts and
terms from the chapter we were referencing in our
vocabulary text The World of Words by Margaret
Richek. The terms were all words that could be used
to describe people's attributes or actions. In order
for students to see the vocabulary in an authentic
setting we studied the words as we read short
articles on various people or entities that displayed
or personified these terms.

2010, VoL. 42, No. 2
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The students broke off into teams and had a lively
discussion about which categories or groups they
should create, and then which terms or concepts
should fit in those categories. Instead of bringing
the discussion back to the whole group to talk about
the labels we created, I threw in a twist. This time,
students had to remove the labels of their categories.
Each group roamed around the room looking at the
other teams' lists and had to decide on what the
category was and label it. Once everyone had visited
each other's lists, we revealed the original labels.
The students were engrossed in an authentic discussion about what the labels could possibly be, and
best of all, frequently went back to articles and class
discussions on the topic to try to make a connection
between the list another team created and the words.
It was a great experience for the students, and they
began to understand that information can be more
easily processed when we organize it into categories
and find similarities between concepts.

Teaching Strategies that Promote the
Process of Elaborating
The process of elaboration helps students make
information more memorable (Ritchie & Karge,
1996). "Elaboration occurs when students think
about a specific piece of information and construct
a memory link between that piece and some related
information already held in their long-term memory
(Ritchie & Karge, 1996, pg. 28)
For many students, elaborating is not an easy task.
They can give the "yes" or "no" answers, but they
may experience difficulty expanding on their initial
answer and connecting it to their background knowledge.
"Bookmarks" (Daniels & Zemelman, 2004), "Sketching My Way Through the Text" (Hoyt, 2002), and
"Save the Last Word for Me" (Short, Harste, Burke,
1996) are examples of strategies that help students
elaborate.

Table 1.4 Teaching Strategies that Promote the Process of Organizing

Strategy
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Description

Brainstorming
Daniels, H. & Zemelman, S.
(2004). Subjects matter: Every
teacher's guide to content-area
reading. Portsmouth, NH:
Heinemann.

This is a concept map strategy in which students are given
a topic by the teacher. They then jot down or connect each
piece of information that comes to mind as it relates to the
given concept. This information is used as a means to build
understanding as the concept is further explored in the
classroom.

Vocabulary Tree
Kirby, D. & Kuykendall, C.
(1991). Mind matters: Teaching for thinking. Portsmouth,
NH: Heinemann.

This strategy utilizes a tree graphic in which students arrange vocabulary terms or concepts in a way that shows the
connections between the words. For example, if the American Revolution were being studied, on the trunk of the tree
students would write "American Revolution." From there,
students would use the word list, either teacher or student
generated, to determine what the main branches of the tree
would be. In this example one main branch could be "Boston
MA." Students would label the main branch and then draw
and label secondary branches which contained words from
the list that connect to "Boston MA" such as "Boston Tea
Party" and "Boston Massacre."

List-Group-Label
Daniels, H. & Zemelman, S.
(2004). Subjects matter: Every
teacher's guide to content-area
reading. Portsmouth, NH:
Heinemann.

List-Group-Label works in the same manner for organizing
ideas from a reading. It allows students to see their mental
process of organization as they move and shift words from
one category to another. See Table 1.2.
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Table 1.4a Group Example of "List-Group-Label" Strategy

Positive Attributes

Negative Attributes Debt Be Not Proud (Article
Title)

Adroit
Altruistic

Capricious

Astute
Cordial

Gauche
Gullible

Classroom Application
In working with developmental college students, I
have found that they are searching out ways and
venues in which they can share their experiences.
The process of elaboration helps them not only connect with these experiences, but begin to understand
how this connection can help them to more deeply
understand the material they are reading in class.
The Save the Last Word for Me strategy is a great
way to highlight the process of elaboration.
One of my favorite things about this strategy is
that it allows for everyone in the group to elaborate
on a thought or passage, and not just one student.

Affluent
Frugal
Hypocritical
Frivolous
As described in table 1.5, each student selects her
own passage from the reading and writes it on one
side of a note card, while using the back to write an
explanation about their reaction to it. It is thrilling
to hear the conversation that takes place within the
groups while the students take turns sharing their
passages and listening to classmates talk about their
reactions to the text they selected.
You can see the anticipation building as the original
student approaches the moment when he finally gets
to share his reaction to the selected text. One student bubbled over with excitement when he finally
got a chance to read his reaction to the text Tough

Table 1.5 Teaching Strategies that Promote the Process of Elaborating

Description

Strategies

This strategy allows students to create bridges between
Bookmarks
the information they have read and information they alDaniels, H. & Zemelman, S.
(2004). Subjects matter: Every ready know. See Table 1.2.
teacher's guide to content-area
reading. Portsmouth, NH:
Heinemann.
In this strategy, students draw pictures to illustrate imSketching My Way
portant concepts or ideas from the reading.
Through the Text
Hoyt, L. (2002). Make it real:
Strategies for success with
informational texts.
Portsmouth, NH: Heinemann.

Save the Last Word for Me
Short, K., Harste, J., &
Burke, C. (1996). Creating
classrooms for authors and
inquirers. Portsmouth, NH:
Heinemann.

Students select a passage that they find interesting and
summarize it on a note card. On the back they explain
their reaction to the concept and then share their selected
text with other students. The students respond to the passages and elaborate on each other's comments by linking
it to their own experiences. The original student gets "the
last word" by reading the response on the back of the card
and adding any additional comments from the discussion.
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Borris by Mem Fox. On this particular day, we were
looking at picture books in which the illustrations
enhanced or elaborated the text of the story. From
across the room I could hear him saying to his group,
"I can't believe none of you noticed this! There's a boy
in every single picture, but he is never mentioned in
the text. There's a whole other story going on in this
book!" The genuine conversation that is taking place
is second only to seeing that students are beginning
to internalize how the process of elaboration aids
their understanding of the text.

Teaching Strategies that Promote the
Process of Self-Testing
It is not uncommon in the high school or college
setting to hear students complain about the amount
of information that is covered on an upcoming test.
Often, they openly grumble about the impossibility
of it all. Teaching students how to use self-testing
strategies is a way to improve the quality of their
comprehension and it helps them learn and retain
the information as they are reading instead of trying
to cram it all in the night before a test.
"Self-Questioning ... has long been recognized as an
effective method for increasing comprehension and
learning" (Van Blerkom, Van Blerkom, & Bertsch,
2006, pg. 7). One strategy that can be effectively
used to help students become better self-testers is
"Generating Questions after Reading" (Van Blerkom,
Van Blerkom, & Bertsch, 2006).

Classroom Application
The process of self-questioning is one that a lot of
my students find to be the most natural of all the
processes. So much so, that they do not realize how
important it is or that it has as many layers as it
does . When I am teaching this process, I usually
find myself spending a good amount of time teach-

ing the various types of questions that students
may encounter. More importantly, I try to help
them see that these types of questions are not only
being asked of them, but they are being asked by
them as well.
A favorite questioning strategy that my students like
to use is just a variation of the Double-Entry Journal. The left side of the journal is where I have my
students identify important concepts or information
from the text. On the right side of the journal, they
generate a question based on the information. We
then examine the questions through two lenses. The
first is what type of question it is. Is it literal? Is it
inferential? Is it evaluative?
The second type is based on study purposes. Is
this a question that is likely to be found on a test
or quiz? Would this information be covered in the
next class lecture? Is it one that I need the instructor to clarify? This process is one that I frequently
use as an example of a good study skill or habit
to get into when reading text for a content area
course. Several of my students have found this to
be a great way to prepare for upcoming tests in
their other classes.

Teaching Strategies that Promote the
Process of Reflecting
Strategies that focus on the process of reflection help
students to connect with the material. Students use
background knowledge, experiences, personal connections, and even current events or other class concepts
to interact with the text in a way that facilitates
reflection and deeper thinking about the text.
When students are required to read and then
complete a worksheet or answer a set of questions,
they often do not stop and reflect on what they have
learned or the answers they provided. They often do

Table 1.6 Teaching Strategies that Promote the Process of Self-Testing

Strategy
Generating Questions
Van Blerkom, D.L., Van
Blerkom, M.L., & Bertsch, S.
(2006). Study strategies and
generative learning: What
works? Journal of College
Reading and Learning. 37,
7-18.
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Description
As students read, they identify important information that
could be on a test. In the margin of the text or on a sticky
note, they generate questions based on the information.
Students can either answer the questions immediately or as
a means of review at the end of reading.
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not take time to muse about an interesting idea or
to question the author's authority on the topic. Too
often the top priority is completing the page and
turning it in. Reflection is an important process to
help our students internalize information. It enables
students to connect with the text and begin to
synthesize the material.
It is equally important to develop an atmosphere in
our classrooms that values reflection. Instead of moving on when a student says "I'm not sure," we need to
pause and give that student time to finish reflecting
and join the discussion in a meaningful way (Keene
& Zimmermann).

"Different Perspectives for Reading" (Buehl, 2001),
"Double-Entry Journals" (Daniels & Zemelman,
2004), and "Say Something" (Short, Harste, & Burke,
1996) are several strategies that offer students an
opportunity to interact with the text and reflect on
what they have read.

Classroom Application
Reflection can be a tricky process to work with. On
the surface it sounds a lot like the process of elaboration, but it is more than that. Yes, we want our

students connecting with their experiences and background knowledge to help bridge the gap between old
and new material, but we also want them to begin
to synthesize and internalize the information. I find
the Say Something strategy useful in facilitating this
development in my students.
My students partner up; then at specific points in the
reading they stop and discuss the material. In the context of the conversation, the students discuss whether
or not the material made them think of a question,
something that surprised them, something they
connected to, or something they want to comment on.
I have found this to be a good way to keep the discussion focused. After the students have had a chance to
read and converse about the material, the class comes
back together for a 5- to 7-minute free write in which
the students reflect on the conversation they found to
be most interesting or important. Once students complete their writing, we move our desks into a circle to
discuss the reading selection from the vantage point
of the free writes. My students love to see the look on
their classmates' faces when their reflection on the
texts makes their classmates pause, and they see light
bulbs go on in their eyes.

Table 1. 7 Teaching Strategies that Promote the Process of Reflecting

Strategy

Description

Different Perspective for This strategy is designed to help students understand readReading
ing from a perspective other than their own by asking them
Buehl, D. (2001). Classroom
to think about a concept from a different viewpoint.
strategies for interactive
learning. Newark, DE: International Reading Association.
This strategy allows students to reflect on information that
Double-Entry Journals
they decided was important in a selected text. See Table 1.3.
Daniels, H. & Zemelman, S.
(2004). Subjects matter: Every
teacher's guide to content-area
reading. Portsmouth, NH:
Heinemann.

Say Something
Short, K., Harste, J., &
Burke, C. (1996). Creating
classrooms for authors and
inquirers. Portsmouth, NH:
Heinemann.

In this strategy students work in pairs. At specific spots,
they stop for a brief discussion about what they have read
to help clear up confusion and to facilitate synthesis of the
information.
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Teaching Strategies that Promote the
Process of Evaluating
Most students look for the teacher to judge their
performance and tell them if they are effectively
using a strategy so they can continue doing it.
Evaluation is an important aspect in daily academic
routines. The goal of teaching the process of evaluation is to help students learn how to evaluate their
own performance and decide what, if anything, needs
to be changed, as well as be able to identify their
strengths and weaknesses.
Self-evaluation is a valuable tool to teach students in
order to help them develop the mindset of personal
reflection and responsibility for their learning. Not
only does self-evaluation provide the teacher with
an understanding of the student's ability, but it also
makes the student aware of the processes utilized
while reading (Temple, Ogle, Crawford, & Freppon,
2005). Self-evaluations do not need to be completed
after every assignment, but they should be used
frequently enough to provide students with the
understanding that they can and should assess their
own performance.
Many authors of professional books provide examples
of "Thinking Rubrics" that could be utilized in the
classroom, or educators could create and tailor evaluations to a specific topic or assignment. Whatever the
self-assessment looks like, discussion of the content
is essential because it is what facilitates comprehension of the material. Self-evaluations provide an
insightful source of information when conferencing
with a student. Educators should keep in mind that
for many of our students, self-evaluation may be a
new concept, and they will need overt guidance in
learning to evaluate their own performance.

Classroom Application
By the time my students reach me in the developmental college classroom, most of them have spent
an entire academic career evaluating their performances by another's standards. Both my students
that come straight from high school and those adults
that are returning to college after being out of the
school setting for a while struggle with the idea of
self-evaluation. Although this is a process, I introduce at the beginning of each semester, it is always
an ongoing theme in my classroom.
In my developmental college reading classroom it is
most important that my students begin to develop
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metacognition of their own reading process. We focus
on it extensively, so it only makes sense for me to
ask the students to self-evaluate their metacognition
of reading. We start this process about 3 to 4 weeks
into the semester once they have had the opportunity
to be introduced to the many new ideas and vocabulary connected to the reading process.
I ask my students to do a silent cold reading of a
selection from an introductory college level sociology
textbook. Once they have done that, I ask them to
read it silently again, but this time I give them a
Reading Self-Evaluation Checklist (Appendix B).
This self-evaluation is very similar to the "Thinking
Sheet" they used for the Think Aloud practice we
work when we study the process of monitoring with
some minor adjustments. I purposely leave much of
the language the same because I want them to see a
connection between the two uses. More importantly,
I want them to develop familiarity with these ideas
so they have the necessary tools for describing their
reading process.
Once they have completed the second reading they
fill out the list, checking off the strategies or processes they found themselves using. We repeat this
process around the middle of the semester and at
the end of the semester, each time using a different
selection from the same sociology textbook. At the
end of the semester, the students compare all three
check lists to see how their reading process has
evolved and write a brief reflection about where they
have come as readers.
Perhaps the most satisfying aspect of this exercise is
not the growth I see in my students, but the growth
they see in themselves. It is not unusual to hear my
students reflect that they had no idea how much
work their mind was doing when they read. Most
gratifying is when students realize that these processes and strategies are not just for reading in our
classroom, but can be transported as a tool they can
use in any course they may be in.

Conclusion
The most frustrating feeling as an instructor is to
realize that students are not reading as we think
they should. We question our ability as an instructor
and their ability as students. Teaching our students
how to actively engage in reading by explicitly
teaching the processes of comprehension is a crucial
element in supporting students' development as
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learners. Active reading provides students with the
tools they need to go beyond surface reading into a
deeper understanding of the text and a richer educational experience.

1
l

We are well aware of how important the role of
comprehension is for our students. It is critical that
they are able to demonstrate understandings about
text, but teaching our students to demonstrate
understandings is inadequate if we do not focus on
the processes embedded with deeply meaningful and
purposeful reading. It is important to keep in mind
that tools such as graphic organizers are "artifacts."
Simply put, "they are a means to an end" (Simpson,
Stahl, & Francis, 2004, pg. 4). It is the underlying
processes of monitoring, selecting, summarizing,
organizing, elaborating, self-testing, reflecting, and
evaluating that we need to focus on in the classroom.
It is our responsibility as educators to ensure that
we are creating conditions in which well-rounded,
active readers can emerge. "The ultimate end is for
students to have control of the cognitive, metacognitive, and self-regulatory processes essential to
reading, studying, and learning" (Simpson, Stahl, &
Francis, 2004, pg. 4). I have learned that this is no
different for our college level reading students. By
explicitly teaching the underlying processes involved
with comprehension, we are equipping them with the
ability to understand their reading process and use
this knowledge to pursue a deeper understanding of
content across all academic arenas.

References

l

Beers, K. (2003). When kids can't read: What teachers
can do. Portsmouth, NH: Heinemann.
Braunger, J. & Lewis, J.P. (2006). Building a
knowledge base in reading. Urbana, IL: The
National Council of Teachers of English.
Buehl, D. (2001). Classroom strategies for interactive
learning. Newark, DE: International Reading
Association.
Byrd, K. & MacDonald, G. (2005). Defining college
readiness from the inside out: First-generation college student perspectives. Community
College Review, 33, 22-37.
Daniels, H. & Bizar, M. (1998). Methods that matter:
Six structures for best practice classrooms.
Portland, ME: Stenhouse.
Daniels, H. & Zemelman, S. (2004). Subjects matter:
Every teacher's guide to content-area readingPortsmouth, NH: Heinemann.
SRING

Harvey, S. & Goudvis, A. (2000). Strategies that
work. Portland, ME: Stenhouse.
Hoyt, L. (2002). Make it real: Strategies for success
with informational texts. Portsmouth, NH:
Heinemann.
Kane, S. (2007). Literacy and learning in the content
areas. Scottsdale, AZ: Holcomb Hathaway
Publishers.
Keene, E. 0. & Zimmermann, S. (2007). Mosaic
of Thought: The power of comprehension
strategy instruction. Portsmouth, NH: Heinemann.
Kirby, D. & Kuykendall, C. (1991). Mind matters:
Teaching for thinking. Portsmouth, NH:
Heinemann.
Ogle, D. (1986). The K-W-L: A teaching model that
develops active reading of expository text.
The Reading Teacher. 39, 564-570.
Ritchie, D. & Karge, B.D. (1996). Making information
memorable: Enhanced knowledge retention
and recall through the elaboration process.
Preventing School Failure. 41, 28-33.
Short, K., Harste, J., & Burke, C. (1996). Creating
classrooms for authors and inquirers. Portsmouth, NH: Heinemann.
Simpson, M.L. & Nist, S.L. (2002). Encouraging
active reading at the college level. In C.C.
Block & M. Pressley (Eds.), Comprehension
instruction: Research-based best practices
(pp. 365-379). New York: The Guilford
Press.
Simpson, M.L., Stahl, N.A., & Francis, M.A. (2004).
Reading and learning strategies: Recommendations for the 21 st century. Journal of
Developmental Education. 28, 2-14.
Temple, C., Ogle, D., Crawford, A., & Freppon,
P. (2005). All children read: Teaching for
literacy in today's diverse classrooms. Boston,
MA: Pearson.
Trabasso, T. & Bouchard, E. (2002). Teaching
readers how to comprehend text strategically. In C.C. Block & M. Pressley (Eds.),
Comprehension instruction: Research-based
best practices (pp.176-200). New York: The
Guilford Press.
Van Blerkom, D.L., Van Blerkom, M.L., & Bertsch,
S. (2006). Study strategies and generative
learning: What works? Journal of College
Reading and Learning. 37, 7-18.

2010, VoL. 42, No. 2

31

TEACHING COMPREHENSION PROCESSES

Appendix A

Teaching Comprehension Processes 29

Thinking Sheet
(Monitoring My Reading Comprehension)
Name:--------------------------------Date: - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - Title of Selection: _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
Directions: Put a checkmark next to any of the descriptions that apply to your reading process for
each "Think Aloud" moment you choose to record.

THINK ALOUD

PAGE: _ __

PARAGRAGH - - - -

I paused my reading here for a think aloud because I noticed ...

D

Meaning breaking down and I ...
Re-read the text
Used context clues
Highlighted or underlined the text to come back to later

D
D
D

I connected to a prior experience
I used background knowledge
I had or thought of a question about the text

THINK ALOUD

PAGE: _ __

D
D
D

I wanted to make a comment about the text
I found this information surprising and useful
I found a key concept in the reading

PARAGRAGH _ __

I paused my reading here for a think aloud because I noticed ...

D

Meaning breaking down and I ...
Re-read the text
Used context clues
_

•
D
D
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Highlighted or underlined the text to come back to later

I connected to a prior experience

D

I wanted to make a comment about the J ext

I used background knowledge

•
•

I found this information surprising and useful

I had or thought of a question about the text

I found a key concept in the reading
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Appendix B

Reading Self-Evaluation Checklist
(Monitoring My Reading Comprehension)
Name:----------------------------------Date: _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
Title of Selection: _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
Directions: Put a checkmark next to any of the descriptions that apply to your reading process for the selection
you just read. You should give yourself a check if you noticed yourself using the process or strategy at any point
in your reading.
I noticed when I read page___, paragraph _ _ _ of this selection that ...

D

Meaning was breaking down and I. ..
Re-read the text
Used context clues
Highlighted or underlined the text to come back to later

D
D
D
D

I connected to a prior experience

D

I wanted to make a comment about the text

I used background knowledge

D

I found this information surprising and useful

I had or thought of a question about the text

I fouD key concept in the reading

I was actively engaged in the process of...
_

Monitoring

_

Summarizing

_Selecting

_Organizing

_

Elaborating

_

Self-Testing

_

_

Reflecting

Evaluating

On the "I am a Reader'' scale below, I would place myself ... (circle the number that best describes you at this point)

•

•
1- I am not confident
in my reading ability.
I don't understand most
of what I am reading.

3 - I am somewhat confident
in my reading ability.
I understand the majority
of what I am reading.

5 - I am confident in my
reading ability.
I understand most of
what I am reading and
know what to do when I do
not understand.

On the back of this paper, briefly describe what rating you gave yourself on the "I am a Reader" scale and why.
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